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Abstract 
The present study was designed to investigate the relationship 
between level of commitment to a college course, and information 
pertaining to the cost of book(s) for the course, and how such variables 
would interact to affect the subsequent evaluation of the course/ 
instructor. It was expected that a state of cognitive dissonance would 
be present between the high commitment-higher than average cost group 
and the low commitment-hi gher than average cost group, which would mani-
fest itself by less favor ab le evaluations of the course/instructor by 
the low commitment-higher than average group, than in the other five 
experimental groups. Results partially supported the prediction. 
It was also found that a difference existed between the high 
commitment-lower than average cost group and the l ow commitment-lower 
than average cost group. Such a state of cogn itive dissonance was 
apparently reduced by less favorable evaluations of the course/instruc t or 
by the high commitment-lower than average cost group, than by the low 
commitment-lower than average cost group. 
The results were discussed in terms of cognitive dissonance theory 
and suggestions were made as to how and why subjects reduced any dis-
sonance aroused . Suggestions for future research were provided. 
The research described in this thesis utilized human subjects. 
The thesis prospectus was therefore examined by the Human Subjects 
Pesearch Conmittee of the Psychology Departrrent, For t Hays State 
University, and fourrl to canply with Title 45, Subtitle A - Depart-
ment of Health, Education and Welfare, General Administr ation; 
Part 46 - Protection of Human Subjects . 
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INTRODU CT ION 
As higher education proceeds into the 198O 1 s, s tudent attrition 
rates appea r to be ever on the rise. Throughout the country, co l lege 
admini strato rs are perple xed in trying to find a so lution to this 
pro bl em, and in many places rec ruiting efforts have been substantially 
expanded. Likewise, the cost of a college ed ucation is on the increase. 
Such expenses may well play a rol e in students' perceived satisfaction 
with their education, and more specifically, with individual evaluations 
of in structors and/or college cou rses. 
The present s tudy will be concerned with the evaluation process 
and how information relating to the cost of books for co ll ege courses 
will affect students' evaluation of the course and the instructor. To 
assess the role cost informati on plays upon evaluat i ons , s tudents will 
be given different degrees of infor~at i on concern in g the costs of book(s) 
for a given college course, and evaluation scores will be looked at in 
li ght of the different leve ls of cos t information. 
Course and instructo r evaluation 
There has been a wide array of res earc h in recent years concerned 
with how and why s tudents evaluate courses and in structors in the 
manner they do, and with wha t particular aspects of a given course or 
in structor lead either to a positive or a nega tive evaluation. Most 
such resea rch ha s dealt with evaluation of the instructor, rather than 
focusing specifically on the characte ri st i cs of the course. The present 
study is not specifically concerned with i so l at in g course and i ns tructor 
as separa te components in the evaluati on process, and wil l hence treat 
them as one and the same. Otherwi se stated, characteristics of the 
instructor, and characteristics of the course will be treated as one 
component, to be labeled evaluation. At least one study, Cohen (1973) 
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has provided empirical justification for such a procedure. Cohen was 
intere sted in what particular aspects typically outs ide of an instructor 's 
control, e.g., required or elective course, cla ss s ize, time of day, 
etc., affect the evaluation of a course, and what individ ua l characteris-
tics of an instructor, e.g., open mindedness , availabi lity for 
consultation, etc., affect t he evaluation of the instructor. The results 
indi cated a substantial posi tive corre l at ion between students' ratings 
of the course and of the instructor. Cohen interpreted these findings 
as an inability on the part of the s tudent to separate the ind ividual 
course characteristics fro~ those of the instructor when undertaking 
the evaluation process. In li ght of Cohen' s work, ar.d i n relation to 
t he nature of the present st udy , the literat ure dealing with course 
and/or in s tructor evaluation will be treated jo intl y, under the assumption 
that there are no di sce rnible differences whi ch will affect the 
hypotheses to be generated by the prese nt st udy. 
Evaluations : Empirical data 
Peck (1977) wa s concerned wi t h students ' preconceived expectations 
of a course and its instructor, and how these expecta tions, treated 
independently from one another, relate to subsequent evaluation of the 
course. The re sult s indicated no s ignifi cant difference between course 
expectation and instructor expectation when eva luat ing the course, but 
that when course expectations and expectations of the instructor were 
grouped together as either high or low expectation, a high expectation 
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led to a significantly higher evaluation of t he course than did a 
low expec tation. Additional evidence that preconceived expectations 
on the part of the student have an affect on subsequent ratings has 
been provided by Tubb and Stenning (1975). Tu bb and Stenning focus ed 
specifically on preconceived expectations of an ideal student-teacher 
learning situation, and dis rega rded specific course expectations. In 
Tubb and Stenning 1 s study, instructor ratings served as the dependent 
variable, and an i deal student-teacher relationship was defined in 
terms of general teaching ability, outside assignments, examinations, 
and classroom discussion, and how the students preconceived their role 
in suc h activities. Evidence suggested t hat students' preconce ived 
expectations of an ideal student- teacher le arning situation had a 
profound affect upon the ratin gs of instructors, in tha t the more 
positive the expectat io n, the higher the evaluation, and the more 
negative the expectation, the l ower the evaluation. In another study, 
Good and Good (1973) hypothe size d that a positive corre l at i on between 
assumed similarity and attraction on the part of the student to the 
instructor would lead to a higher eva lu ation of the instructor, than 
would a lesser degree of preconceived s i milarity. Good and Good's 
hypothesis was supported , which provides additi onal evidence that pre -
conceptions on the part of the student will affect later evaluations, 
1hether evaluation of a course, or evaluation of an i nstructor . 
Other researchers have paid less attent i on to students ' preconcep -
tions, and have instead focused upon the grouping of instructor 
characterist ics under a co[TlJTlon headi ng , and determining the imp act of 
such a given category on the evaluation process . t-leredith (1975b) 
established such a category, entitled, 11 instructor impact, 11 which was 
defined in terms of good rapport with students, tolerance of differences, 
engagement in healthy confrontation of ideas and opinions with students, 
etc. Defined in the above manner, instructor impact, which was an 
attribute variable determined a priori and independently of the ratings 
of students involved in the evaluation process, appeared to have a 
significant affect upon the evaluation. The higher the instructor 
ranked in terms of impact, the higher the subsequent evaluation. 
However, in an earlier yet related study, in which instructor impa ct 
was identically defined as before, Mere dith (1 975a) produced another 
category, entitled "humani stic outcomes" which was concerned with aspects 
such as awareness of different philosophies, cu ltures and ways of life, 
tolerance and understanding of other people, social development, etc. 
Humanistic outcomes was likewise determined a priori and independently 
of the students involved in the actual evaluation, yet later accounted 
for 18% of the variance in course evaluation, whereas i nstructor impact 
accounted for 26%. It can thus be seen that instructor impact , and to 
a slightly lesser extent, humanisti c outcomes, play a role in how 
students evaluate a college course. 
Other researchers , Elmore and LaPoi nte (1975) produced result s 
similar to those of Meredith (1975a; 197 5b) in that a category of 
11 teacher warmth," which v1as si mply defined as interest in students, 
was found to be a primary variable in instructor eva luation. Similarily, 
Granzin and Painter (1973) categorized instructor characteristics in 
terms of warmth and personality, and found that the warmer and more 
friendly the instructor appeared to the student, the hi gher the rating 
received. From their data, Granzin and Painter extrapolated the notion 
that instructors could improve their ratings by making a course seem 
important to the students, and that an enterprising instructor could 
apparently make several rather superficia l changes in teaching proce-
dures, and as a result receive an increase in student evaluation scores . 
Although defined along different dimensions, those studies concerned 
with the grouping of instructor characteristics under a common heading 
(Elmore & LaPointe 1975; Granzin & Painter 1973; Meredith 1975a; 1975b) 
have provided empirical support that instructor characteristics have an 
affect on students' evaluations of courses and instructors. 
Factors affecting the evaluation process have not been limi ted 
to preconceptions or categories. Other researchers (Cohen, 1973; 
Gillmore, 1975) have been concerned with factors outside of an instructor's 
control, e.g. size of class, time of day class meets, and physical 
qualities of the classroom, and how these factors relate to instructor 
and course evaluation scores. Gillmore (1975) measured the affects 
of size of class, time of day class meets, locati on of class, and 
physical qualities of the classroom in an attempt to establish predictor 
variables in relation to subsequent instructor evaluation. No significant 
relationship was found, and it was concluded that such uncontrollable 
factors were not pertinent to eva luation scores. Cohen (1973) also 
measured factors outside the instructor's control, focusing on whether 
the course was required or elective, methods or non-methods, and the 
size of the class. However, unlike Gillmore, Cohen found that all 
factors of concern had significant affects on course ratings. Specif-
ically, elective courses, non-methods classes, and large size classes 
all received more favorable ratings than their counterparts. Crittenden, 
Nors, and LaBailly (1975) found a strikingly different relationship 
than did Cohen, in that the larger the class, the lower rating of 
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the instructor, when other factors were held constant . Crittenden et al. 
concluded that a basic monotonic relationship between class size and 
instructor evaluation was in support of their data. 
Other researchers have branched into more divergen t aspects of 
the evaluation process. Frey (1976) was concerned with when the 
evaluations were administered, and also with what affect final exam 
performance had upon instructor ratings. Comparisons were made, and 
no significant differences were found between final exam performances 
of several different sections of an introductory calculus class and 
the evaluation scores of that cla ss. Identical comparisons between 
the same classes were likewise made, varyin g the time the evaluation 
was administered, either during the last week of classes, or during the 
first week of the subsequent term. Once again, no significant dif-
ferences were found. Linsky and Straus (1975) measured the relationship 
between instructor research activity pertinent to a given course, and 
subsequent course evaluation scores by students, and found no significant 
relationship. Abrami, Leventhal, Perry, and Breen (1976) dealt with 
evaluation scores in relation to whom actually administered the evalua-
tion. It was found that students rated instructors more positi vel y 
when it was believed that a faculty association \<1a s sponsoring the 
activity, than when informed a student association sponsored the evaluation. 
It can readily be seen that the list of possible influential 
variables which affect the evaluation process is substantial. Factors 
ranging from the instructor's warmth, personality, and research 
activity, to the size of the class, and the administration of the 
evaluation have all been discussed. Many other factors have not been 
mentioned, and at times the list of possible variables appears non-
exhaustive. Suffice for the purposes of the present study that the 
reader have an understandin g of the vast array of items which have been 
studied, and an appreciation of the magnitude of the proble~ when 
attempting to isol ate variab le s of importance. In light of the 
available literature, no apparent research has been conducted which is 
concerned solely with the fluctuating and/or some times fi xed costs of 
individual courses, e.g., cost of books, cost of additional materia l s, 
typing fees, etc. The present study will concern itse l f with how and 
if information ·relating to t he cost of books wi ll manifest i t self in 
the subsequent evaluation process. 
Theoretical framework: Cognitive dissonance 
Information concerning the cost of books, and what effect t akes 
place in light of such cost information when evaluating a course or 
instructor can be exp lained by a va r iety of theoretical paradigms. 
One such paradigm is that of Festinger (1 95 7), who first proposed a 
theory which attempts to delineate those factor s whi ch give rise to 
a psycho logical state known as cognitive dis sonance. Cognitive 
dissonance is defined as a motivational state that i mpe l l s the indivi-
dual to attempt to reduce and eliminate it. How suc h a notion re l ate s 
to course/instructor eva luations will become clea r upon elaboration 
of Festinger's theory. Consider, for examp le, a situation in which 
an individual spends a sizable sum of money on books for a college course. 
The same individual later finds that the course does not live up to 
personal expectat ions because there is possibly a dislike of the 
instructor, the material is uninteresting, the course is not cha llen gin g, 
or a multitude of other conceivab le reasons. The cognition that a 
large amount of money was invested is inconsistent with the cogniti on 
that the course does not live up to expectations. Thus, a state of 
cognitive dissonance is produced. It follows from Festinger's defini-
tion that the individual will attempt to reduce or eliminate the 
dissonant state, in order to bring internal cognitions into a state of 
consistency. There are se veral ways in which consistency can be 
accomplished, all of which will be discussed later. The reader should 
take note of the previous examp l e, hereafter to be referred to as 
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Case I, since it will rea ppear throughout the pre sent paper in an attemp t 
to clarify the .rather cumbersome nature of dissonan ce t heory, and also 
to help specify how dissonance relates to the evaluation process. 
According to Festinger (1957), the terms di ssonance and consonance 
refer to relations whi ch exist between pa irs of elements, which in 
turn refer to cognitions, or the things known about personal attributes, 
personal behavior, and/or the envi r nment. For the most part the se 
elements correspond with what the person actual ly does or feels, or 
with what actually exists in the environment. However , thi s does not 
mean that the existing elements will always correspond. There are , 
in fact, three possible relations which can exi st between pa i rs of 
elements: (a) irrelevance; (b) consonance; and (c) dis sonance. 
Irrelevance is defined as two elements havin g nothin g to do with one 
another , and such a s tate occurs under circumstances where one element 
implies nothing at al l concerning some other element , e .g., the cognition 
that one spends a large sum of money on books for class A, ha s nothin g 
to do with one ' s attitude or cognition towards whether or not it will 
rain on a given day. Consonance is a state in which, if given two 
elements, one follov1s from the other, or if X, Y follows, when the 
two elements are considered alone, e.g., the cognition that a class 
is satisfying follows from the cognition that one invested a sizable 
amount of time in the class. The state of dissonance occurs when 
the obverse of one element follows from another element, or if X, not 
Y follows. For example, consider Case I, in which the student is 
dis satisfied with a course after having invested a large sum of money. 
The cognition that a large sum of money was i nvested is dissonant with 
the cognition that the course is dissatisfying . 
However, when considered as part of a more general scheme, and 
not treated in isolation, all dissonant relations are not of eq ual 
magnitude. The magnitude of dissonance is an important variable in 
determining the pressure to reduce the dissonance. Therefore, if 
two elements are dis sonant with one another, the magnitude of the 
dissonance will be a function of the importance of the two elements, 
and the strength of the pressure to reduce t he dissonance is in turn 
a function of that magnitude. 
Assuming the magnitude of di ssonance between two elements is 
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great enough to induce its reduction, the dissonance can be eliminated 
by changing one of the two elements. However, it is important to note 
that among other aspects governing the motivation to reduce dissonance, 
Aronson (1969) proposed that individual s differ in their ability to 
tolerate dissonance, in preferred mode of dissonance reduction, and in 
that what is dissonant for one individual may be consonant for another, 
which, Aronson contends, is a major difficulty in Festinger's (1957) 
theoretical statement, i.e., dissonance is defined as psychological 
inconsistency rather than logical inconsistency, which makes it dif-
ficult to define the actual limits of when dissonance reduction will 
insue. 
Once again, the reduction of dissonance can be accompli~hed by 
changing one of the two elements, either the behavioral element, or 
the cognitive element, or by changing the environment. That is, the 
individual can change the behavior dissonant wi t h the attitude; the 
environment in which the di ssonan ce occurs ca n be changed, on ly if 
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the individual can manifest s uf ficient control over the environment, 
e.g., a person who is habitually violent may incorporate a cl i que of 
violent people, thus inducing a consonant relation, or the i ndividual can 
change the cognitive element. New cognitive elements can be added, or 
the proportion of dis sonan t as conpared with consonant relations involving 
the element in question can be altered. Cons ider Case I, in which an 
individual spent a large sum of money on books for a college course, and 
later found out the course did not meet personal expectations. Assuming 
that the magnitude of dis sonance i s great enough to induce change, how 
may the individual reduce this psychological in consistency and attempt 
to achieve a state of psychological consonance? (a) The behavior dissonant 
with the attitude can be changed. The cla ss ca n be dropped and the books 
sold back . (b) The environment in which the behavior occurs can be 
changed. This would probably involve convincing the instructor and the 
class that there are things wrong with the class which require immediate 
attention and change. (c) The individual ca n change the cognitive 
element, in which case self convictions about the class would have to be 
altered to the extent that displeasure with the course would be construed 
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as somehow misguided, and that the course was really worthwhile . Such 
action would probably involve the necessity of social approval in order 
to manifest a new opinion. (d) New cognitive elements can be added. 
This avenue is a reconciliation in which previously unconsidered items 
enter into the picture, e.g., the individual may view the course as 
worthwhile because friend s also attend it, that there is nothing better 
to do anyway, or that the books may later provide good reference material. 
(e) The individual can reduce the proportion of dissonant as compared with 
consonant relations involvin g the elements in question. The course can 
be justified in that it will fulfill partial degree requirements, that 
the books ca n later be sold, or that the material learned i n cl ass may 
be somehow beneficial . Any or all of the above modes of di ssonance 
reduction may or may not be successful, dependin g on the resistance to 
change of the elements of concern. Dissonance theory does not asser t 
that a person will be successful in reducing dissonance, but rather that 
the existence of dissonance will motiva t e the individual to attempt to 
reduce it (Wicklund & Brehm, 1976 ), or as more genera ll y stated, 
dissonance theory suggests that man is a rationalizing anima l, that he 
attempts to appear rational (Aronson, 1969). 
Given that the strength of the pressures to reduce a dissonant 
relationship is a fun ction of the magnitude of the dissonance, it there-
fore follows that the resistance to the reduction of dissonance is 
determined, at least in part, by the magnitude of the resistance to 
change which the element possess. Beha vioral elements typically offer a 
large amount of resistance to change, e . g., one's cognition that a newly 
acquired car is a lemon is resistant to a behavioral change in that the 
likelihood of selling a lemon without incur rin g a sizable loss on one's 
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investmen t is minimal. The problem of changing a behavioral cognitive 
element therefore becomes the problem of changing the behavior established 
by the element. It can thus be seen that the resistance to change of a 
cognitive element directly corresponds with the resistance to change of 
the behavior reflected by the element. Although many aspects of behavior 
have li tt le actual resistance to change, change may present a problem 
in that (a) it may be painful or involve a loss, (b) present behavior may 
be otherv,ise satisfying, or (c) making a change may simply not be possible . 
Environmental cognitive elements perhaps offer the greatest 
resistance to change. The major source of res i stance lies in the responsive-
ness of these ~lements to reality. According to Wicklund and Brehm (1976), 
there are two distinguishable sources governing such resistance: (a) the 
clarity of the reality offered by the cognition, and (b) the difficulty 
of changing the event which i s cognisized. It can readily be seen that 
one's cognition that the sky is red is typica ll y dissonant with the fact 
that the sky is blue. The cognition does not correspon d to reality. It 
can also readily be seen that the color of the sky is highly resistant 
to change, since one does not exert the environmental control nece ssary 
to alter it. Environmental elements are therefore more difficult to 
change than behavioral elements when there i s a clear and unequivocal 
reality corresponding to some cognitive element. Concerni ng Case I, 
there is a very clear reality corresponding to the individual's cognitive 
elements. The class is something which the individual is confron ted with 
on a regular basis, yet has little control over. As suggested before, 
in order to change the environment to produce a consonant relat ion, the 
individual would probably have to convince the instructor to change the 
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format of the class. Clearly there are more easily attainable methods 
of dis sonance reduction, e.g., addition of new cognitive elements, or 
the reduction of dissonant as compared to consonant elements. 
The major overall source of resistance to change, however, lies in 
the fa ct that an element is in some type of relationship with a number 
of other elements. To the extent that the element is consonant v1ith a 
large number of other elements, and to the extent .that changing it would 
replace these consonant relations by dissonant ones, the element will be 
resistant to change. Otherwise stated, the resistance to change of a 
cognitive element derives from the extent to which such change would 
produce new dissonance, and from some joint function of the responsive-
ness of the cognition to reality (Brehm & Cohen, 1962). Therefo re, the 
maximum dissonance that can possibly exist between any two elements is 
equal to the total resistance to change of the les s resistant element. 
The magnitude of dissonance can not exceed suc h an amount, beca use at the 
point of maximum possible dissonance, t he less resistive element will 
change, thus eliminating the dissonance. 
In summary, cognitive dis sonance has been defined by Festinger (1957) 
as a motivational state that impel l s the individ ua l to attempt to reduce 
or eliminate it. Dissonance and consonance refer to relations which exist 
between pairs of elements, which in turn refer to cogni tions, or the 
things known about personal attributes, personal behavior, and/or the 
environment. There are three relations which can exi st between pairs 
of eleme nts: (a) irrelevan ce , (b) consonance, and (c) dissonance. Whe n 
two eleme nts are dissonant with one another, the magnitude of the dis so-
nance will be a function of the importance of the two elements, and the 
strength of the pressures to reduce the dissonance will in turn be a 
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function of that magnitude. Dissonance can be reduced by changing one 
of the two elements, or by changing the environment in whi ch the 
dissonance occurs . The behavior dissonant with the attitude can be 
changed, the environment in which the dissonance occu rs can be chan ged , or 
the cognitive element can be changed. Most elements posse ss some degree 
of resistance to change, which determines, at least in part, the pressure 
to reduce the dissonance. Of the possible elements , the greates t 
resistance to change is typically offered by environmental cognit i ve 
elements, the resistance being governed by the cl ar i ty of the re al ity 
offered by the cognition, and/or the difficulty of cha ngi ng t he event 
which is cognisized. However, to the extent that every element manifests 
some sort of relationship with a number of other elemen ts, the maximum 
dissonance which can possibly exist between any two elements i s equal to 
the total resistance to change of that element whi ch has the least 
resistance to change , in as much as the resistance to change stems from 
the extent to which such change may produce new dissonance . Therefore, 
at the point of ma ximum possible dissonance, the less resistive element 
will change, thus reducing the dissonant relation shi p. 
Commitment 
It has been stated in the present study , that if two el emen ts are 
dissonant with one another, the magnitude of the di ss onance will be a 
function of the importance of the two elements, and that the s tren gth 
of the pressures to reduce the dissonance is in turn a function of that 
magnitude. Importance thus becomes a key concept when determining if 
and when dissonance reduction will be attempted. Importance can and has 
been defined in terms of commitment to a course of action (Wicklund 
& Brehm, 1976). Wicklund and Brehm viewed commitment as the process 
which provides the condition necessary for inconsistent information t o 
arouse dissonance. Such a notion will become clear by examinin g Ca se I. 
If the individual was dissatisfied v1ith the college course, but perhaps 
delayed buying the necessary books for one reason or another, the 
monetary col'ilmitment would be relatively low, and therefore, the incidence 
of any subsequent dissonance would likewise be low. Cl early, the 
individual has placed little or no monetary importance or commitment 
on the class. If, on the other hand, the monetary commitment wa s hig h, 
so would be the arousal of dissonance associated with class dissati s-
faction. Wicklund and Brehm went on to state that, whe n a person is 
exposed to information inconsistent with a judgment, and when t hat 
individual is committed prior to the exposure of the informati on, dis -
sonance may lead the individual to minimize the significance of the 
inconsistent information. In Case I, the individual made a commitment 
to a college course, by, among other thing s , inve s ting money in boo ks, 
with a full expectation of a qual i ty education. The greater the le vel 
of commitment, or the more importance placed upon the course , the less 
likely the individual would be to belittle unfavorable aspects of the 
course. The previous statement is not to say that dissonance will f ai l 
to occur, but rather, the level of commitment will more than l ikel y l ea d 
to dissonance reduction by a change of attitude towards the course, that 
particular element being less resistant to change, due to the level of 
commitment of the other element. 
Brehm and Cohen (1962) likewise theorized that commitment inc reases 
the resistance to change of an element, and thereby affects the kinds 
of attempts to reduce any dissonance which may occur. Further, once 
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commitment occurs, an individual must accommodate the cognitions to 
that commitment. The individual finds it difficult to process di sc repant 
information and make some compromise judgment. This difficulty is s uch 
because the dissonance aroused is between the inconsistency of the 
committed behavior and the init ial attitude, and not t he incons i sten cy 
bet1-Jeen any discrepant communi ca ti on and t he i ni ti a 1 attitude . 
Commitment: Empirical data 
Research in the area of commitment and subsequent di ss onance 
arousal has been extensive. Two studies (Cohen, Brehm, & Latane, 1959; 
Kiesler, Pallak, & Ka nouse, 1968) manipulated 1 vel of commitment alon g 
a public versus private dimension. In both s tudies , s ub jects were 
induced to act in a fashion dissonant with a premeasured attitude, in 
which case the dis sonance aroused was signifi cantl y higher in conditions 
of public commitment to a position, than under private commitment to 
the same position. However, Carter (1972) found contrary re sul ts in that 
subjects publicly committ d to wr i te a counterattitudinal e say on th 
pros of a college tuition in crease did not s ignifi ca ntly differ from 
those in a private commitment condition. Cart r proposed that t he 
reason for the lack of difference wa s due to alternate modes of di s-
sonance reduction, in whi ch subj ects cou ld s l ant t he dire tion of the 
essays to the extent that they became more neutral than aunt rattitudin 1 . 
Simonson (1977) wa s interes ted in wheth r commitm nt to an unl iked 
col l ege course could ca use improvement in stud nts ' l evel of 
in that co urse. Simon son attempted to influenc s tudents ' vel of 
achievement by inducing public commitment to make pos itiv statem nts 
about the ourse. It wa s found that attit udes towards th ourse w re 
improved to a greater extent in a pub li c rather than privat ommitm nt 
condition, but that subsequent improvement in actual achievement 
was not manifested. 
Cohen (1959) defined commitment in terms of effort expended. 
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Cohen hypothesized that, under in creasi ng degrees of expended effort, 
increasing the discrepancy between a person's init ial posi ti on and new 
information counter to that opinion would give rise to increasing dis-
sonance and consequent attitude chan ge. A s i gni ficant interaction 
between degree of discrepan cy and level of commitment was found, 
indi cat ing that under lower degrees of commitment, a greater level of 
discrepan cy wa s necessa ry to produce dissonance than under higher degrees 
of commitment, in which a l esse r degree of discrepancy wo uld suffice 
to produce dissonance. A significant mai n effect was also found for 
level of commitment, or the higher t he commitment, the greater the dis-
sonan ce. Aronson (1961) li kewi se defined commi tment as effort exoended. 
Aronson's contention wa s that if a person continuo us ly expended effort 
to attain a goal, and was unsuccessfu l, the stimuli associated with the 
experience would become more attractive as a function of the effort 
expended. Aronson's hypothesis wa s supported, in that subjects under 
conditions of low effort manifested significantly less dissonance than 
those in a high effort condition, when wo rki ng towards an unattainab l e 
goal. Thomas (1978 ) was concerned with vihether or not vocational com-
mitment, defined as investment of time, energy, and financial resources 
would act as an antecedent of dis sonance arousal. Thomas's results 
indi cated that subjects in a low commitment group displayed less dissonance 
than those in a high commitment group, when dissati sfaction with career 
choice was induced. Thomas interpreted the above findings to mean that 
the higher the level of commitment to a career choice, the greater the 
level of dissonance, and need for subsequent dissonance reduction, when 
counterattitudinal information concerning career choice was induced, as 
opposed to a lesser amount of dissonance arousal commensurate with a 
smaller level of commitment. 
Other researchers (Aronson & Ni ll s, 1959; Gerard & Mathewson, 1966) 
have dealt with commitment in terms of initiation to a group. The 
former study contended that individuals who go through a severe init i a-
tion to gain admission to a club or organization would tend to thin k 
more highly of that organization than those who did not go th rough an 
initiation in order to gain admission, even when the organizat i on later 
turns out to be very dull and uninteresting. Aronson's hypothes is was 
substantiated, as was that of Gerard and Mathewson's study which was a 
replication of Aronson's work. Although neither of the two previous 
studies defined conditions in terms of commitment per se, initiation can 
easily be defined as such because it presupposes a commitment to an 
action, and thus, the greater the severity, the greater the level of 
commitment. 
Houston, Bloom, Burish, and Cummings (1978 ) hypothesized that 
subjects would attempt to reduce the negativity of a stres sful situation 
by positively evaluating the experience. The contention was that the 
more negative the situation, the more positive would be the evaluation 
of the experience, commensurate to the subject's degree of commitment to 
undergo subsequent stress. Level of arousal, used to assess degree of 
stress, was measured by pulse rate and skin resistance. Houston et al. 
found that subjects in a high stress condition did not report liking the 
stress more than did subjects in a low stress condition, stress being 
manipulated as a function of shock intensity, but that the high stress 
condition subjects more positively evaluated the overall experience . 
Commitment was manipulated by ~,hether the subjects expected to receive 
more intense shock later, or whether no additional shock was expected. 
A significant difference was reported in dissonance arousal betwee n high 
and low levels of commitment, under both high and low stress conditions . 
Houston et al. explained their findings in terms of dissonance arousal, 
with level of commitment being a prime indicator of whether dissonance 
reduction, and hence the more positive evaluations of hi gh commitment 
group, would ensue. 
Brehm (1960) found that subjects who were induced to perform 
a disliked behavior increased their liking for the behavior as a joint 
function of the amount of behavior committed, and the presence of further 
supporting or nonsupporting information about the behavior. School 
children in a high behavioral commitment condition, in which eating of 
a disliked vegetable would immediately take place, in addition to being 
required in the future, tended to believe supporting information about 
the merits of the vegetable, more so than did children in a low com-
mitment condition in which no future consumption of the disliked vegetable 
was required. Brehm concluded that, given a dislike for a behavior, 
and with the inducing force held constant, the magnitude of dissonance 
increases in proportion to the amount of behavioral commitment. Another 
study (Kiesler, Zanna, & Desalvo, 1966) found that when individuals 
were committed to future interaction with a group to which they had little 
attraction, these individuals manifested greater opinion change than 
did individuals not committed to future group interaction. Such an 
opinion change was explained as a form of dissonance reduction by 
Kies l er et al. 
Brock (1965) determined that subjects who were committed to a 
behavior, e.g., smok in g, so ught out consonant informat ion regarding 
that behavior more so than did subjects not committed to the behavior . 
Spec ifi ca lly, when smokers expected to expose themselves to vari ou s 
communications, information denying the link between smoking and cancer 
was much preferred in comparison to information assert ing a smok in g-cancer 
link. However, Brock found no differential preferen ce for cancer-l in k 
and no link messages when the subjects did not expect to expose t hemse lves 
to communications concerning smoking. Cialdini, Cacioppo, Bas sett, and 
~1iller (197 8) hypothesi zed that an active deci s ion to behave in a certain 
way would tend to endure, even when the behavior became more cost ly to 
execute. Otherwise stated, an individual who had already decided to 
perform a target behavior shou ld expe ri ence a greate r sense of cognitive 
commitment to proceed than would an otherwise uncommitted individual. 
Shou ld the target behavior become more diffi cu lt to perform than ini tially 
expected, e.g., more physical work involved, the committed individual 
would be more likely to proceed with the behavi or than would the noncommitted 
person. The postdec isional dissonance re su lting from the initial deci-
sion to perform the behavior, and the s ubsequent realization that more 
work is involved than what was expected, would be expected to ca use t he 
individual to become more favorable toward s the cho se n action, wh ich would 
then work to increase the chance that the action would be performed. On 
the other hand, those individuals not cognitively or otherwi se committed 
to an active decision to behave in a certa in fashion, should expe rience 
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little or no dissonance from the cognition that the behavior is more 
difficult to perform than expec ted, and hence be less likely to proceed 
with the behavior. The hypothesis was supported, and Cialdini et al . 
concluded that a major function of commitment i s to impar t resi stance to 
change, or to the extent that one is committed t o a decision, that 
decision will be le ss changeable. 
From the foreg oin g dis cus s i on the reader can see that empirical 
research has substantiated the notion that commitment is an important 
va ria ble in the area of di ssona nce arousal. Researchers have defined 
commitmen t along a public vers us private dimension (Carter , 1972; 
Co hen et al., 1959; Kies ler et al ., 1968), as with whethe r commi tment 
could improve achieveme nt in a co llege course (Simonson, 1977), as in 
terms of expended effort (Aronson, 196 1; Cohen, 1959; Thomas, 1978 ), as 
initiation (Aronson & ~ills, 1959; Gerard & Mathewson, 1966), as in 
dealing with stressful s ituati ons (Houston et al ., 1978) as i n terms of 
behavior and the relation to future interaction with a group (Ki es l er et al. , 
1966 ), as the affect of commitme nt on supporting information (Brehm, 1960; 
Brock, 1965), and with whether commitment to behave in a certain fa shion 
would l ea d an individual to do so in spite of une xpected difficultie s in 
the execution of sai d behavi or (Cia ldini et al., 1978). Given that dis-
sonance is aroused, and that the l eve l of commitment is high, the crucial 
question then becomes, how does an individual go about reducing or 
eliminating cognitive di ssonance? 
Dissonance reduction: Empirical data 
Walste r, Berscheid, & Barclay (1 96 7) hypo t hes i zed that in selecting 
a t echnique of di ssonan ce reduction, people are part i cu la r ly sensitive 
to the exten t that each possible so lution will be a stable one, and 
that given a choice between modes of reduction, an individual will search 
not only for that mode which is not challenged by present events and 
information, but also for that mode which is least likely to come 
under reality attack in the future. Walster et al. found support for 
their hypothesis as results indicated that young boys tended to degrade 
an unchosen toy, and that chosen toys were overvalued when information 
about an unchosen toy wa s expected. Mills, Aronson, & Robinson (1959) 
likewise found that, following a decision, persons tend to seek out 
information that favors the chos en alternative. However, contrary to 
Walster et al., no evidence was produced which would indicate an 
avoidance of information that favors the rejected alternat i ve . Neither 
Mills et al. nor Walster et al. offer an explanation for such a dif-
ference. Other studies (Brehn, 1956; Ehril ch, Guttman , Schonbach, & 
Mills, 1957) likewise found that following a decision, persons tend 
to avoid dissonance increasing information, and that concomitantly they 
tend to seek out dissonance reduci ng information. Adams (1961) produced 
evidence that persons under a state of dissonance are more likely to 
seek authoritative information concernin~ the subject matter than are 
those under a state of consonance, but unlike Mills et al. or Erlich 
et al., found no support for the contention that subjects high in 
dissonance would seek support from sources perceived to agree with them . 
A study by Davis and Jones (1961) was concerned with whether 
changes in interpersonal perception would serve as a means of reducing 
cognitive dissonance. It was hypothesi zed that subjects with an aware-
ness that there would be no disabusing interaction with a stimulus 
person to whom an unjustified punitive and obno xious evaluation would 
be read, would manifest a greater amount of dis sonance than simi lar 
subjects with an opportunity to explain the occurance of a ne gative 
evaluation to the stimulus person. The hypothesis was supported . 
Results indicated that when subjects thought they could retract their 
behavior by an anticipated meeting with the stimulus person following 
the experiment, little di ssonan ce was produced. David and Jones 
interpreted the above findings as a mode of dissonance reduction via 
the knowledge that the negati ve evaluation of the stimu lus person, who 
was unacquainted with any of the subjects, co uld be later withdrawn 
or explained. The subjects who could anticipate a future meeting with 
the stimulus person could thus justify the evaluation, and hence reduce 
any di ss onance aroused through the cognition that the evaluation was 
unfair. Brock (1968) was likewi se concerned with whether justification 
acted as a means of di ssonance reduction. Brock found that the more 
reasons subjects were given for performing a boring task, the less di s-
sonance was manifested. In fact, it was determined that 93% of the 
variance involved in reducing dissonance under conditions of low 
volition was due to justification. However, the increase in justification 
did not lead to a decrease in reported enjoyment of the same boring task 
under moderate and high level s of volition. Brock explained the dif-
ferences between the high and low volition con ditions, as subjects 
feeling compelled to undertake the boring task under conditions of low 
volition, and hence with no choice, adequate reason was provided for 
performing the ta sk, thus negating the need to further justify the task 
by attempting to enjoy it. 
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Last ly, Allen (1965) hypothesized that cognitive activity is 
neces sary in order to reduce dissonance, and that dissonance reduction 
should be minimal when a person is kept occupied by an extraneous 
cognitive activity during the immediate postdecisi on period. Allen' s 
hypothesis was supported in that s ubjects forced to engage in an 
irrel evant task immedi ate ly following a di ssona nce arousi ng decision, 
manifested significantly greater amounts of di ssonance than did those 
subjects not so engaged. 
In summary, it can be see.n that the reduction of cognitive 
dissonance takes on many characteri st i cs ; that i n reduci ng dissonance, 
people are sen~itive to the stability of the solution (Wal s t er et al., 
1967), and that persons tend to seek out information whi ch favo rs a 
chosen alternative (Brehm, 1956; Ehrilch et al ., 1957; Mills et al., 
1959 ) . Other re searc hers have been concerned with interpersonal percep-
tion as a mode of di ssonan ce reduction (Davi s & Jone s , 1961), with 
justification (Brock , 1968), and wi h extraneous cogniti ve activity 
(Allen, 1965). Overall, it has been shown that dissonance reduction is 
rather variable, depending on the individual and the specific nature of 
the dissonance arou sing cognitions. 
Sta tement of the problem 
A wide array of research in the area of cognitive di ssonance has 
bee n concerned with level of commi tme nt, and how it rel ates to the 
ultima te aro usa l of di ssonance, and s ubseq uent reduction of the dis-
sonance. The prese nt proposed study will concern itself with the role 
dissonance plays in the evaluation process of a co llege course/instructor. 
The core hypothesis of the present s tudy is that varyi ng l evel s of 
commitment, coupled with knowledge about incidental costs of course 
materia l s, will produce varyin g amounts of di ssonan e . More exp l i itl 
stated , as l evel of commitment to a spe ifi c oll ge our e in rease , 
an interac tion effect between ommi tment and ourse ost wi l l de elop . 
Specifica ll y, all s ub j ect s under any of the t hree onditions of bo k 
cost i nformat i on should eval uat t he our e/in tru tor in 
manner when under the cond ition of high commi tment . This evaluati n 
wi l l be due to a state of ognitive consisten y wh i h exists betwe nth 
cogn iti ons of below average, average, or higher than av ra e st 
i nformati on , and t he be havioral ognition of high ommitment to th 
course. On t he other hand, t hose subjects in the low mmitment nditi n 
should have mo re fa vorable eva l uations of t he ourse / ins ru tor under 
cond iti ons of low or average cost informa ion, but have signifi ant ly 
l ess favo rable co urse/i nstructor eval uations under the ondition of 
hi ghe r t ha n average cost, which is a dissonant state, i .e . he behavior 
cogn iti on of l ow commitment to t he course is dissonant with the ogni 
t hat t he book(s) for t he course ost more than other similar ourses . 
A signi f icant main effect between levels of commitmen should als 
be present . Those subje ts in the high commitment ondition should 
eval uate t he cou se/inst u tor significantly more highly han hoe 
subjects in t he low ommitment ondition . 
METHOD 
D i n 
A 2 f tori al d i gn \.<J mploy d. Th fir st f tr, ommi tme nt 
to th c urs had bJO 1 V 1 s : (a) hioh omn1i t m nt, nd ( b) 1 ow 
ommit111 n ornmi tm n t l>J ttri but V ri bl d t h 1 -
lowing m nn r : ( ) if a our gra ' b tr t d s per nt f 
total points from th ours nd then multipli d by 4. ( . g. ' t ot f 
cl ss points = 500, tu 1 point arned = 400, th n 400/ 500 = . 0(4.0) 
3.2 ) wa abov th stud nt 1 
ommitment to t h ou w 
umul tiv grad point av 
ons id rd high, (b) i 
( PA), t hen 
ntl OU 
grade fe ll below hi s/hr umul tiv GPA, mmitm nt t t he our was 
on s idered low . umul tiv GPA wa s ss s d b skin g h st ud nt t 
report it on an inform d ons nt form . By thi pro s s , mmi tm nt t 
the ours wa s better d th n by ok in ith r t umul t i ve PA 
alone, or by lookin g t th our ::, PA al ne gi ves m sure 
only of ov r 11 ommitm nt to oll ge, wh r as th ours gr al one 
may b an ind x of th a in ss or diffi ulty of t h ours , r t her th 11 
a mea su of ourse ommitm nt . 
Th s ond fa tor , inf rmati n on rnin g p 0 books t h 
ours , had thre 1 V 1 s , nd w s a tively m ni pul t d. Th 1 V 1 s 
wer : (a ) high r than ost s , (b) v rag os t s , nd ( ) 1 w r 
than av rag OS t s. Th av ge ost onditi on r v d as nt r 1 
fa to . 
Tot s ore s fr m modi i d form of th st nd rd Fo r t H ys t t 
Univ s ity ourse/ inst r u tor valuation f rm s rv d a th d p nd nt 
variabl . The valuation orm wa s on stru t d s a 5-poin t tings al e . 
Subjects 
A total of 135 students from three separate sections of general 
psychology courses at Fort Hays State University were administered 
the experimental manipulations. Of these, three subjects were dropped 
from the study because they failed to report their GPA on the informed 
consent form, leaving a total of 132 subjects for the analyses of 
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the experimental hypotheses. All subjects received extra credit for 
particpation in the present study, regardless of whether or not his / her 
score was used in the ana lyses. This extra credit was applied to each 
subject's overall general psychology grade. 
Materials 
Each subject received the following items stapled toge ther in the 
order listed: (a) a subject informed consent form with provisions for 
listing name, age, sex, course, and cumulative GPA (See Appendix B for 
an example of the informed conse nt form), (b) an instruction sheet 
containing information about the study, some specific instructions about 
completing the form , and the manipulation of the cost information 
· variable (See Appendi x C for an example of the instruction sheet). The 
instruction sheets differed from one another on ly along the dimension 
of whether the cost of the book(s) for the course was typical (cost of 
book(s) was average), or unusual (cost of book(s) was considerably above/ 
below average), (c) a modified form of the standard Fort Hays State 
University course/instructor evaluation form (See Appendix D for an 
example of the evaluation form), and (d) a final sheet inquiring about 
demog raphic information such as college major, class rank, and information 
relating to the actual purchase of class textbook(s) for the course in 
question (See Appendi x E for an example of the demographic information 
sheet). Each subject also received a separate debriefing form (See 
Appendi x G for an example of the debriefing form). 
An additiona l informed consent form, which was designed to protect 
the privacy of the information obtained in the evaluations was given to 
each instructor of the genera l psycho l ogy classes visited . Such a 
form was designed to insure the instructors that the obtained informa-
tion would be he l d confidential and used only for the expressed purposes 
of the present study. The form was presented to the appropriate 
instructors prior to the administration of the evaluation packets to 
the students. The instructors' signatures on the informed consent form 
also granted the experimenter permission to enter the general psycho logy 
courses for the purposes as described and prescr ibed by the present 
study (See Appendix F for the instructor's informed consent form). 
Procedure 
On each informed consent form of the evaluation packet, a code 
number was wr itten on the back side in an inconsp icuous location. This 
code number matched identically with a code number written on the back 
s ide of the eva luation form. These code numbers were later used to 
reunite the informed consent form and the evaluation form, so that 
students ' GPA's and final grades could be compared to determine level of 
commitment. 
The evalu ation packets were randomized so that each subject had an 
equal opportunity to receive any one l evel of t he book cost information 
variable. Approximately equal numbers of packets for each level of the 
instruction sheet (cons iderably above average, ave rage, and considerably 
below average) were set aside, commensurate with the number of students 
for each se parate section of the gene ral psychology courses. Thus, three 
separate piles of evaluation packets were created, with an appro ximately 
equal di stribution of the three levels of book cost information for 
each pile. Each pile was individually placed face down on the floor and 
shuffled about for 2 minutes, after which the forms, still face down, 
were once again stacked. The same procedure was followed for each 
separate pile, the effect being to independently randomize treatment 
level s for each section of the general psychology courses. 
After obtaining the ins tructors ' permission to enter their 
general psychology course(s), the experime nter visited three separate 
general psychology sect i ons at Fort Hays State University during the 
last week of regular class meetings, which was immedia tely prio r to 
final examination week. The experimenter introduced himself and pro-
vided verbal instructions concerning what was desired from the s tudents 
(See Appendix A for introduction and verbal instructions). 
The evaluation packets were then passed out by the experimenter. 
Each student received one packet, which was taken off of the top of the 
appropriate pile for his/her general psychology section. Upon completion 
of the evaluation packet, and before handing the pa cket to the experi-
menter, each student tore off the informed consent form, as asked to do 
in the instruction sheet, and placed it in a box adjacent to the experi-
menter. Each student then presented his/her completed packet to the 
experimenter, was verbally thanked for his/her participation in the 
study, and was free to l ea ve. 
Each student was invited to attend an oral debriefing session at 
which the nature of the study was to be clarified, and all questions 
were to be answered. The invitation took place via instructions on the 
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instructio n sheet (See Appendi x C for the invitation to the debri efi ng 
session). Students were also debr iefed via a written statement, which 
was given to the in structor of each general psyc hol ogy section, to be 
pi cked up by the students durin g the final examination period. The oral 
debri efi ng wa s of the same natu re as the wri tten debrief i ng. 
After co ll ecting the completed evaluation packe t s from all three 
sec tions of the general psychology courses, the expe rimenter regrouped 
the informed conse nt fo rms containing the students' names with the 
comp l eted eva luation form by match in g up th code numbers on the reverse 
s ides of both forms. Thi s ste p wa s n cessary in order to obtain 
students ' names so that t heir final grades could be obtained, and at the 
same time insure the student that hi s/ her anonymity was protected from 
the in structor. 
The experin~nter l ater met with th e instructo r of each psyc hol ogy 
sec tion to obtain the s tudents ' fina l grad s. Final grades were then 
compared agai nst the students' reported GPA' s to determine each student ' s 
level of commitment to t he co urse, wh ether high or l ow. The l evel of 
commitment was th en marked by indicat ing either HC for hi gh commitment, 
or LC for low commitment on eac h evaluation shee t . 
Upon determining l evel of commitment, t h individual piles from 
eac h genera l psyc hol ogy sect ion were on ce agai n gro uped into one pile, 
and the s tudent informed consent forms , contai nin g t he students ' names 
were once again se parated from the evaluat i on pa ckets. Thro ugh such a 
step th e data be came identifiable on ly by number, and depend nt vari bl e 
score s could be entered into one of the si x ap propri at e ce ll s in the 
analysis, either : (a) hi gh commitment- hi gher than average cost, (b) high 
commitment- l ower t han average cos t, (c ) high commitment - average ost, 
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(d) low commitment-higher than average cost, (e) low commitment-lower 
than average cost, or (f) low commitment-average cost. The dependent 
variable scores were assessed by summing all scores (5 points for strongly 
agree to 1 point for strongly disagree) assigned to each particular 
item ·on the evaluation form, in order to obtain one total score for 
each evaluation sheet. The scores could range from a possible high of 
90 points to a possible low of 18 points. 
RE ULTS 
A 2, f ctorial analys i s of var i an e with l ev l of ommitment 
(hi gh ommi tment, low commitment ) and book cost informati n (hi gher than 
averag os t s, avera ge c sts, l ower t han average osts ) as the 
i ndepe nde nt vari ab l es was used. Tot l scores from a modified form of 
t he stand rd Fort Hays Stat Univers i ty ourse / instru tor ev lu tion 
form served as the depende nt variab l e. Demographi i nformation suc h as 
oll eg major, cl ass ra nk, and informat i on relating to the pur ha se of 
textbook(s ) was al so obtai ned. i nce l eve l of commitmen t w s n 
att ri bute var i abl e whi h was arbitr rily defined, an l ses of two sets 
of t ot al scores were ondu ted: ( ) commitment defined to in lude 
extra credit earned i n t he ours , and (b ) commitment de fi ned ex ludin g 
ea rned extra credi t. By us i ng two separate analyses, some subje t s 
wh o met re qu irements for pl a eme nt i n a spe ific expe rim nta l gr up in 
t he f irst analys i s , out of necess ity were pl aced into a different 'P ri -
me ntal gro up in t he second analysis. 
The hypot h sis was t hat as l eve l of ommitment to spe ifi 11 ege 
co urse increased, an i nteract i on effe t between ommitment and ourse 
cos t s would emerge . Specifi all y, t hose subj t s in the high 
ondi t i on shoul d have re l ative ly high, yet re l tiv ly equ 1 
i nst ru tor eva lu t i ons under 11 t hree book ost onditions. 
those s ubje ts in th l ow .omini tment - 1 Dt'-' or v r ge book os t 
mmitm nt 
ourse/ 
In ntr s , 
onditi ons 
should have s i gni f i ant ly hi gher ourse/ instru tor va luations th n t he 
sub je ts in t he above average book ost in form tion ondition . Therefor , 
t he majority of the in tera t i on ef fe t should be a ounted for i n the 
higher t han average book cost ondi tion (a ross hi gh and l ow ommitment 
th mmitm nt- hi h r th n b k t nditi n 
r u th b k t n it i n. 
Th n f ri n f i1 d t upp r t th h p th N 
nifi nt ti n b n 1 V l mmitm nt nd b k t 
inf rm ti n \A,I foun • 4r::7 E. <. 0 bl 
umm r t bl N i gni i t h 
1 V 1 f = . 0 i n n, 
int nt t th 
onv . 0 in n 
vid . i ur h·i nt IV i t l 
tra 
t hu ondu t d. Th ti 1 w 
mmi m nt- hi gh h nt l 
in tru t th n th high 
nditi on i ( 1 ) = . 48 , _p_ <. or.::. An d Ii ti ncl L- t t 
th high ommitm nt- 1 11'/ r th n h ni 
our /in tru to V l u l w 1n1. i t 11 n 
ave ag ndition !_(1 2 ) 
s tandard d vi ion f th f th / in 
tion fo m by h ondi ti n) . 
Without dit 
Th lysi f fai d to uppo th hypo I ' ~( ' ] 
. 3r:: 7 , i ndi ting n ignifi nt int ti n b tw n l V 1 
nd b ost in · i nifi nt rn in w nt 
ith f 1 V l of ommitm nt , £ (1,1 ) = . 008, b t 
information, £(2,126) = .319. Although the interaction was not signifi-
cant, a similar directional trend appeared as in the analysis without 
extra credit, but was not analyzed by specific comparison tests. 
Demographic information 
Table 3 contains the demographic information in tabular form. 
Basically, the majority of the s ubjects were freshmen or sophomores, 
business and general majors. The majority of te xtbooks were purchased 
used, had instructional value, and would be re sold. 
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Figure 1. Evaluation scores defining commitment as 
including earned extra credit. 
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Figure 2. Evaluation scores definin g commi tment as no t 
includin g earned extra credit. 
Table 1 
ANOVA table for analysis defining commitment 
as including extra credit 
Source OF MS F 
Between commitment 1 .167 .003 
Between cost information 2 20.592 .328 
Interaction 2 154.397 2.457 
Within grou~s 126 62.848 
Total 131 63.121 
Table 2 
Means and standard deviation s defining 
commitment as including extra credi t 
High commitment N Mean Standard Deviation 
Higher than average costs 34 77. 4118 7.0156 
Average cos ts 28 75.7857 7.6949 
Lower than average costs 27 73.9259 7.3114 
Low commitment N Mean Standard Deviation 
Higher than average costs 11 74.0000 8 .6833 
Average cos ts 14 74.2143 10.6133 
Lower than average costs 18 78.1111 7. 9992 
j/ 
Table 3 
Demographic information 
Class Rank 
Freshman 
Sophomore 
Junior 
Senior 
Purchased Book 
Used 
New 
t~i 11 keep book 
Wil l sell book 
Book had instructional value 
Yes 
No 
Purchased workbook 
Yes 
No 
College major 
Business 
General 
Nursing 
Elementary education 
Other 
N 
72 
48 
5 
5 
N 
109 
10 
20 
99 
N 
115 
17 
N 
87 
42 
N 
17 
15 
7 
7 
86 
% 
54.9 
36.6 
3.8 
3.8 
0/ 
,o 
91. 6 
8.4 
16.8 
83.2 
OI 
lo 
87.1 
12. 8 
% 
65.9 
31. 8 
% 
12. 9 
11. 7 
5.3 
5.3 
65.1 
DISCUSS ION 
The present study was designed to investigate the relationship 
between level of commitment to a college course and information pertaining 
to costs of textbook(s) for the course, and how suc h variables interacted 
to affect the subsequent evaluation of the course/instructor. Evalua-
tion scores were obtained from six experimental conditions: (a) high 
commitment-higher than average cos t s , (b) high commitment-average costs, 
(c) hi gh commitment-lower than average costs, (d) low commitment-higher 
than average cos ts, (e) low commitment-average cos t s, and (f) low 
commitment- lower than average costs. 
The hypothesis predicted an interaction effect between the commit-
ment and cost information conditions. Specifically, all subjects under 
any of the three co nditions of boo k cost information should evaluate 
the course/instructor in a more favorable manner when under the condi-
tion of high commitment, whereas i the low commitment condition, those 
subjects under the condition of higher than average costs should display 
less favorable evaluations than those subjects under the cond itions of 
low commitment-average costs or low commitment-lower tha n average costs. 
In order to test these predictions, two separate analyses were 
conducted. The first analysis tested the prediction with commitment 
defined to include extra credit earned in the course. A second analysi s 
was conducted defining commitment as excluding earned exrra credit. 
A 2X3 factorial analysi s of variance, conducted with commitment 
defined to include earned extra credit, failed to support the hypothesis . 
However, a trend in the direction of the prediction wa s evident and a 
t-test fo r multiple means was conducted to test the a priori predictions . 
4U 
The t -test partially supported the prediction, indicating that when 
level of commitment was defined as being low, and under the condition 
of hi gher than average book costs, evaluation scores were l ikewise l ow. 
Such a finding i s cons i s t ent with dissonance researc h. A di ssona nt 
state i s crea ted under the condition of low commitment to the course 
in that the behavioral cognit ion of low commitment is dissonant with 
the cogni t ion that the book (s ) for the co urse cost more than other 
s imil ar courses , whereas t he behavioral cogni tion of high commitment 
to the co urse i s consonant with t he cogniti on that the book(s) cost more 
than the book(s) for a s imilar co urse. The fact that a dissonant state 
was evident under such conditi ons i s supportive of Wi cklund and Brehm 
(1976) who viewed commitment as the process wh ereby t he conditi on neces-
sary for inconsistent information to arouse di ss ona nce is provi ded. 
In hi s original formulation, Fest in ger (1957) defined cogn itive 
di ss onance as a motivational state which impell s the individual to 
attempt to reduce the di ssonant sta te. In the present case, t hose sub -
jects in the di ssonant state (l ow commi t ment -higher than average costs) 
were able to reduce th e di ssonance by evaluat ing the course /i nstructor 
in a l ess fa vorabl e manner than otherwi se pos s ible. Alternati ve methods 
of di ss onance redu ction were poss ible: (a) the book( s ) cou ld have been 
so ld back, or additional emp ha s i s could be pla ced upon t heir value, 
(b) the cl ass co uld have been dropped, or increased efforts cou ld have 
bee n made to succeed in the cla ss , or (c ) cognitive convi ction s about 
the course could be altered to make it seem more positi ve . Any such 
methods of di ss onance reduction could po ss ibly re sult in a reduction of 
the di ssonant state. However, the fact that di ssonance was reduced by a 
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lower evaluation of the course/instructor is consistent with Brehm 
and Cohen (1962), who theorized that once commitment occurs, the individual 
must accommodate his/her cognitions to that commitment. Since, in the 
present case, the level of commitment in the di ss onant group was 
defined as being low, the individuals in the group may have found it nec-
essary to accommodate such a cognition, and evaluations may have thus 
served as the most easily access ible route to a sta t e of cognitive 
consonance. 
Although the previously purposed methods of dissonance reduction 
could serve to reduce the dissonance, for the most part such methods fail 
to accommodate the appropriate cognitions to the established leve l of 
low commitment. Even t hough selling the book( s ) back may accommodate the 
low level of commitment, it would probably not be adequa te action to 
effectively reduce the dis sonance. The mo net ary loss an individual mi ght 
typically encounter when selli ng back hi s/ her textbook(s) could serve 
to maintain the dissonant state. Such a loss on one's in vestment is 
somewhat similar to the higher than average costs components of the dis-
sonant s tate, in that both involve a loss on one's investment. Part of 
the ori ginal investment could be recovered by selling the book(s ) , 
wherea s none of the investment would be recovered by not selling them. 
However even if se lling the te xtbook(s) proved effective in reducing a 
part of the dissonance , the added element of unreco verable tuition costs 
would probably maintain the dissonant s tate. The individual may be ab le 
to recover a minor part of his/her investment by selling t he textbook(s), 
but the overall monetary loss would not be recovered to the point where 
the di ssona nce would be eliminated. Conversely, placing additional 
emphas i s on t he val ue of the book(s) may be suffi cient action to reduce 
the di ssonance , but such an action fails t o accommodate the low commitment 
level , and co uld t hus reduce dissonance only by a change in the level of 
commi tment t o t he co urse. Accommodations of cognitions to level of commit-
ment notwithsta nding, a change in level of commitment to the course itself 
seems highly improbable, because of the time at which the measures were 
ob t ained. Data was collected during the week immediately prior to the 
administration of final examinations. It seems unlikely that commitment 
to t he course could change enough to reduce the dissonance under such a 
condition. Likewise, increased efforts to succeed in the class would 
probably amount to too little too late, and would als o r i l to accom-
modat e the level of low commitment. Dropping the coursL w·1ulJ probably 
accommodate the level of commitment, but under the circumstances of when 
the data was collected, such an action would seem unlikely. At such 
a l ate stage of the semester, dropping the course would probably result 
in an unsatisfactory grade for the indiv i dual, which in turn would pro-
ba bl y create a dissonant state more resistive to change than the one 
already existing. Altering cognitive convictions to make the course seem 
more positive could possibly reduce the dissonance, but fails to accom-
modate the l ow l evel of commitment. Al so, such a change seems unlikely 
so l ate in t he semester, considering commitment is somewhat the result 
of an ongoi ng practice which is estab l ished t hroughout the semester. 
Th e resul t s of the 1_-tests when defining commitment to include extra 
credi t al so i ndicated a significant difference in course/instructor 
evalua ti on scores between the high commitment- l ower than average cost group 
and t he l ow commi tment- l ower t han average cos t group. When under the 
condition of lower than average cost information, those subjects in the 
high commitment group provided less favorable evaluation scores than did 
those subjects in the low commitment group. Although such a finding 
was not specifically predicted, it can readily be explained by cognitive 
dissonance. The condition of low commitment-lower than average cost is 
a consonant cognitive state which is manifested by more favorable 
evaluation scores than those that occur under the condition of high 
commitment-lower than average cost, which is a dissonant state. Those 
individuals in the hi gh commi tment group apparently felt that book(s) 
costing less than for other simi lar courses did not prov i de the neces-
sary in gredient for adequate intellectual achievemen t . In es sence they 
could be saying, "Here I am. I am highly committed t this course and 
I want to get the most out of it but the required book(s) belittle my 
intellectual possibilities." As in the other dissonant state (low commit-
ment-higher than average costs), the individuals in the presently listed 
dissonant state (high commitment- lower than average costs) could choose 
from a wide array of possible modes of di ssonance reduction. The fact 
that dissonance was once again reduced by l ess favorable eva lua tion 
scores, as was the case in the dissonant state of low commitment-higher 
than average costs, is supportive of Wicklund and Brehm (1976) who viewed 
commitment as the process which provides the condition necessary for 
inconsistent information to arouse dissonance, and of Brehm and Cohen 
(1962) who theorized that commitment increases the resistance to change 
of an element, and thereby affects the kinds of attempts to reduce the 
dissonance. 
Since level of commitment was an attribute variable arbitrarily 
defined by the author, it was decided to conduct an additional analysis 
excluding earned extra credit in order to account for some of the 
variance across different sections of general psychology . Specifically, 
there was a wide discrepancy between the potential to earn extra credit 
points for the different general psychology courses. 
A 2X3 factorial analysis of variance of the final scores excluding 
extra credit failed to support the hypothesi s. Neither a main effect 
for the commitment variable nor an interaction between a commitment and 
cost were present. However, although not significant, a somewhat similar 
trend in the dire ction of the prediction appeared as in the ana lysi s 
with extra credit, as can be seen by a comparison of figures 1 and 2. 
The differences between the findings for the two ana lyses (commit-
ment with extra credit/commitment without extra credit ) lend s upport to 
the manner in which commitment was defined. Apparently, working to earn 
extra credit for a course is in the students' interest as much as are 
the other aspects of success in a col le ge course, e.g. study time, cl ass 
attendance. A student who is highly committed will strive to achieve 
his/her academic goal by whatever means are deemed appropriate. Such a 
point is evidenced by a drop in the number of individuals who met the 
criterion for the high commitment group when extra credit was not counted. 
When extra credit was counted 89 subjects or 67.4% met the criterion for 
placement in the high commitment group. When extra credit was excluded, 
only 47 subjects or 35 .6% met the same criterion. However, it is 
interesting to note that those individuals in the high commitment condi-
tions did not evaluate the course/instructor sign i ficantly higher than 
did those individuals in the low commitment conditions, neither when 
including extra credit in the definition of commitment, nor when excluding 
earned extra credit. Such a finding could mean that the effort a student 
is willing to expend to earn a grade plays li tt l e or no role in how 
he/she percei ves the abilities of the instructor or t he value of the 
class. Otherwise stated, commitment, when viewed in iso lation , may play 
an irrelevant role in how the student subsequently evaluates the course/ 
ins t ructor. 
The findings of the present st udy have se vera l implica tions for 
future research, whi ch i s needed to better unders t and the rel ationship 
between leve l of commitment and book cos t s when evaluat ing a college 
course/inst ructor. Commitment should be redefined in several ways, 
e.g., in monetary terms alone, or i n terms of class attendance, as it 
has been evidenced by the present study that t he arbit rary manner in 
which commitment was de fi ned produced differin g resu l t s under only slight 
variation s in the definition. Results from such purposed research could 
then be compa re d aga in st one another to be t ter understand what constitutes 
the best definition of commitment . Once commitment is more adequa te ly 
defined, the role it assumes withi n cognitive dissonance theory could 
be as sessed in terms of the present study . 
St udies focusing on a rep licati on of the present study with some 
modifi cat ions could also prove useful. The discrepancy between avai l a-
bility of extra points could be eliminated by acquiring data from only 
one class. Such a step would le ssen error variance due to i nd iv idual 
t eachin g characteristi cs. Using this procedure, t he resu l ts obtained 
from one cl ass could be compa red t o the results from the same class, 
taught by the same in s tructor in the following semester. In this manner 
a pretest-posttest comparison cou ld also be co nducted , wherein a measure 
is ob tai ned immedi ately following the time when the textbook(s) are 
generally purchased, which cou ld then be compared against a measure 
obtained at t he end of the semester. Such a pretest measure wou ld be 
more behaviora lly oriented than the s ubt l e mani pul at ion used in the 
present study , and thus be more li ke ly to create a dissonant state. A 
pretest - posttes t comparison could provide a measure of whether the 
behavioral act i on of actually buy in g a book that cost considerably above 
average is capa ble of creati ng more di ssonance than simple information 
stating t hat the book(s) cost considerab ly above average. The comparison 
could also pro vide some indication of whether the price of the book(s) 
is remembered by the purchaser over the course of the semester. 
Additiona l such research could be conducted using students enrolled 
primari ly in upper division courses, as opposed to the present samp le 
which was pre dominantl y freshman and sop homores. Upper division students 
shou l d be more familiar with buying textbook(s) and pricing of the same, 
of which s uch knowledge could be fundamental as to whether or not a 
state of dissonance is aroused. Valuab l e informat ion might also be 
obtained by looking across severa l di f erent majors. In the present 
study students were primari ly business majors or were uncommitted to a 
major. 
In spite of the difficulties ment i oned, the present study provides 
valuable in format i on into the evaluation process. If the manner i n which 
students eva luate co ll ege co urse /instructors i s to be adequate ly under-
stood, it is necessary that al l of those components which pl ay a role in 
the evaluat ion process be invest igated. The results of this study suggest 
that cogn i t ive di ssonance affects the manner of evaluation, in that commit-
men t alone, nor book cost information alone, s i gnifi cant ly affect t he 
evaluation of the course/ in s tructor. However , when combined t o create a 
dis sonant sta te, such compon ents have a tendency to change eval uation scores. 
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Appendix A 
Verbal Instructions 
Hi, my name is Jerry Stremel. I'm a graduate student in psychology 
here at Fort Hays State. I would like for you to complete some forms 
for me whi ch I will pass out in a minute, but first I want you to under-
s tand that you are not required to participate in this study. However, 
all of those who complete the form as instructed, will receive extra 
credit for this course. The entire procedure should not take more than 
five to ten minutes and all of your answers will be dealt with in the 
strictest confidence. 
The forms I am about to pass out concern the proces~ i n whi ch stu-
dents evaluate faculty members. Basically I am interested in f inding out 
why students evaluate college instructors in the manner in which they do. 
This procedure is not intended to serve as an actual evaluation of the 
instructor of this class, but rather, an instrument by which comparisons 
with other evaluation procedures can be made. Are there any questions 
about the basic purpose of the study? 
There are four pages to the form. The first page is no more than a 
statement that you understand the nature and importance of confidentiality 
in conducting research, and that you wish to participate i n this study. 
Please read the first page carefully, and then print your name, your age , 
your sex, the name of this course, and your cumulative grade point average 
in the spaces provided. If you do not know your cumulative GPA, estimate 
it to the best of your ability. Afterwards, please sign your name in the 
space provided which will signify your consent to participate . This first 
page will al so serve as the means by which those students who participated 
can be identified and given the appropriate extra credit. Page two 
contain s informa tion relating to this study which you should read care-
fully before proceeding to page three. Page three is an eva l uation form 
of thi s course an d instructor which you are to comp l ete. Page four asks 
for some genera l information concerning t hi s particular course. 
After you have completed all four pages, please tear off page 1, and 
place it in the box setting at the front of the room . In this way, your 
answers are assured of confidentia l ity, and at the same time , I will be 
able to determine who participated so that they will receive ext r a credit . 
After you have placed page 1 in the box, please hand the rest of the form 
to me, at which time you wi ll be free to leave . 
If you now decide to parti cipate, but at some poin t choose not to 
continue, you will be free to leave. 
Thank you for your help. I wi ll now pa ss out t he forms and you may 
begin. 
Appendix B 
Informed Consent Form 
When you act as a subject, you are undertaking a responsibility that 
is important for the successful continuance and productivity of psycholog-
ical research. Most important is that you agree not to discuss with 
anyone the aims and methods of any experiment in which you may participate 
until the work is complete. It is well establis hed that disclosure of 
the details and procedures of an experiment to a prospective subject may 
greatly affect his/her performance in the experiment and so produce erroneous 
and misleading results. As soon as the experiment that you served in is 
completed, you will be invited to a meeting at which the experiment will 
be fully described, and the results presented to you. 
At the same time in accepting you as a subject in his/her experi-
ment, the experimenter acknowledges a responsibility towards you. In 
particular he/she undertakes not to disclose your own performance in the 
experiment, nor to carry out any procedures that might be detrimental 
to you psychologically or physically. When the experiment has been 
completed, the data acquired are not identified by your name, but only 
by a number. This step insures that all subjects will remain anonymous. 
In this way your rights and liberties as an individual are protected. 
NAME AGE SEX COURSE --------
COLLEGE MAJOR ___________ CUMULATIVE GPA ______ _ 
I have read the foregoing carefully and agree to act as a subject 
in this exper i ment. 
SIGNED - -----------
Appendix C 
Written Instructions 
JJ 
As higher education proceeds into the 1980's student attrition rates appear to 
ever on the rise, and in many places enro llment in colleges is considerably 
~er than in past years. Throughout the country, college administrators are per-
~xed for a solution to this problem, and as the struggle between colleges mounts 
an effort to attract an in creasing number of students, recruitina efforts have 
many cases been increased. Likewise, the cost of a college education is on the 
se. In addition to tuition, enrollment fees, and textbooks, students are al so 
quired to invest money on incidental fees such as typing, and the price of photo-
pying various materials. In general, Fort Hays State is no exception and although 
rollment rates are not down at the present time, the campus office of Institutional 
search has projected a substantial decline in enrollment in the near future. The 
st of an education at Fort Hays State, is however, much more in line with the rest 
the country, in that it is currently on the rise. Attempted legislation to increase 
ition rates is presently being considered in the State House in Topeka . Likewise, 
flation has driven up the costs of incidental fees as well as that of te xtbooks. 
e price of textbooks alone has risen over 50% in the la s t five years . This parti-
lar class is rather typical/unusual in that figures provided by the campus bookstore 
dicate t hat the cost of books for this course is average/considerably above 
erage/considerably below average, to prices of books for si milar courses. 
In light of declining enrollment rates, and the increased costs of a col l ege 
ucation, students are justifiably being provided a greater voice in the structure 
· their education. Student government organizations and student lobbying groups 
·e being given more attention, as are faculty evaluations by the students. However, 
•search has indicated that administrators do not always interpret student evaluations 
: faculty effectively. If the students are to have an adequate voice in their 
lucation, it is imperative that various evaluation procedures be viewed in rela-
onship to one another, so that the best overall evaluation procedure can be found, 
1 order that appropr i ate action on the part of the administration may be taken in 
1ch decisions as pay raises and tenure for deserving faculty members, and that non 
:serving faculty members be brought to the attention of the administration. In as 
1ch as the students are the ones ultimately responsible for their education, and in 
, much as they are in frequent exposure to faculty members, they are in the instrumental 
)Sition to evaluate faculty members. 
Please complete the following form, which will not be used as an evaluati on of 
,e instructor of the cl ass, but rather will serve as an instrument from which compa r i-
)nS with other evaluation techniques can be assessed. All answers will be held i n 
,e strictest confidence, and the instructor will not be allowed to look at any of the 
raluation forms. After you have comp l eted the form, please tear off the front page, 
1e one on which yo u signed your na~e, and place it in the bo x at the front of the room, 
' ter which, please turn in the rest of the form to the person standing at the front 
' the room. Once again, this form will be used to make comparisons with other evalu-
:ion procedures, and will not be used as an actual evaluation of the instructor. 
This study will be discussed in detail, and any questions will be answered at a 
~eting to be held at 10:30 a.m ., May 12, in room 200 at Hall. In the course 
'this meeting, the evaluation procedure will be discussed and findings from the 
'esent study will be elaborated upon . You are not required to attend but your support 
>uld be appreciated. 
At this time please proceed to the following page, and complete the evaluation 
>rm as honestly as possib l e. 
Appendix D 
Evaluation Form 
INSTRUCTOR EVALUATION 
Circle the letter for each item which best indicates your degree of 
agreement or disagreement. 
A--Strongly agree B--Agree (--Uncertain D--Disagree E--Strongly disagree 
ABC DE 1. The objectives of the course are stated clearly. 
ABC DE 2. Subject matter is presented clearly. 
ABC DE 3. Questions are adequately answered. 
ABC DE 4. The instructor is prepared for each class. 
ABC DE 5. The instructor is tolerant of other points of view. 
ABC DE 6. The instructor is enthusiastic about the subject. 
ABC DE 7. Recent developmen ts in this field are discussed. 
ABC DE 8. would recommend this instructor to other students. 
ABC DE 9. feel free to ask questions. 
ABC DE 10. The instructor is available for consultation. 
ABC DE 11. Exams cover the assigned material . 
ABC DE 12. Exams, papers or projects have instructional value. 
ABC DE 13. Tests are returned promptly. 
ABC DE 14. It is clear how students are graded. 
ABC DE 15. The amount of work required is re asonab le. 
ABC DE 16. I would take classes from this instructor again. 
ABC DE 17. Dealings with students are fair. 
AB c DE 18. The instructor has increased my understanding of the subject. 
College Major 
Append i x E 
Demographic Informat ion 
---------
Credit Hours Comp l eted -----
Class Rank: Fr. So. Jr. Sr. 
Did you purchase the required textbook(s) for this course? 
Yes No 
Did you borrow the required textbook(s) for this course? 
Yes No 
Did you purchase the optional workbook for this course? 
Yes No No workbook availab l e for this course 
Did you find the textbook(s) for this course to be of instructional 
value? Yes No 
If you purchased textbook(s) for this course, did you buy them new 
or used? New Used 
Do you plan on keeping the textbook(s) for this course or will you 
se ll them back? Keep them Sell them back 
Appendix F 
Instructor's Informed Consent Form 
As part of the degree requirements for successful completion of the 
MS in psycho logy at Fort Hays State University, degree candidates must 
complete a mandatory thesis. As part of the thesis project proposed by 
the author of this paper, it will be necessary to ask your students from 
your general psychology classes to evaluate you as an instructor. These 
evaluations will be dealt with in the strictest confidence, and the data 
acquired will ultimately be identifiab le by number only. The evaluation 
forms will be grouped together with simi lar evaluation forms from other 
cla sses, so that information pertinent to your particul ar classes will be 
inseparable from those evaluations from other courses. The in format ion 
obtained from the evaluation forms will not be used to assess you as an 
instructor, but rather to assess the affect of varying levels of an 
independent variabl e to be manipulated as part of an instruction sheet 
which will be presented to the s t udents of your general psychology classes, 
as well as to students in other general psychology courses. 
Your signature on the space provided will indicate your understanding 
of the issue of confidentiality concerning the evaluation forms and this 
particular study, and at the same time will grant the author of this paper 
permission to proceed with the administration of the evaluation forms to 
your class. 
Signed ____________ _ 
Appendix G 
Debriefing 
There is a little more to this study than what has been presented 
up to this point. Additional information about the study will be pre-
sented short ly, but first it is important that you understand why, when 
con ducting psychological research, it is sometimes necessary to conceal 
the complete nature of the study from those who participate. In some 
cases, if the complete nature of a study were to ld to the people partici-
pating before they were allowed to respond, and they were thus aware of 
exactly what was being looked at in the study, the participants could 
try to help the person conducting the study by responding in the way they 
believed the person conducting the study wanted. If the participants 
acted in such a fashion, then the results of the study would not be 
accurate, because the results would not be a ref l ection of how the par-
ticipants would normally respond, but rather an indication of how well 
the person conducting the study could get people to respond in a 
desirable manner. Conversely, the ooposite could also happen. Some 
participants could feel that the researc her has no business trying to 
predict how other people will respond, and thus go out of their way to 
try and foul up the study by providing typically unpredictable responses. 
Either way, if the participants tried to help the person conducting the 
study, or if they tried to deliberately respond in an unusual fashion, 
the results of the study are invalid, because the responses are thus not 
an indication of how the participants would respond in everyday life. 
If the reader understands why partial concealment in psychological 
research is sometimes necessary, he/she should be able to see why some 
aspects of the present study were not revealed before the particioants 
were asked to respond. What was rea ll y of interest in this study is how 
information relating to the cost of books for a college course would 
affect the manner in which students evaluate the instructor of that 
course. It was believed by the author of the present study that if the 
participants were told that books for a college course cost considerab ly 
above the average cost of books for similar courses, those individuals 
rating the instructor would act differently than people who were told that 
the cost of books was average, or considerably below average , depending 
on each individual's level of commitme nt to the course in question. Each 
individual's commitment to the course was asse ssed by asking him/her to 
report his/her cumulative grade po int average (GPA) on the first page of 
the evaluation booklet. Individual GPAs were then compared to each 
individual's final grade for the course. If the individual's final grade 
for the course fell below his/her reported GPA, then his/her commitment 
to the course was cons idered to be low. If an individual's final grade 
for the co urse w~s above his/her reported GPA, then his/her commitment 
to the course was considered to be high. The author believed that those 
people who had a high commitment to a co urse would overall tend to rate 
the instructor higher than those people with a low commitment to the course. 
However, the author also believed that, for those people with a low 
commitment to the course, the evaluation of the instructor would be lower 
if the people were told that the books cost considerably above average, 
than if told the cost of the book s was average, or below average. To 
assess each individual's l evel of commitment to the course, it was neces-
sary to have each participant report his/her name, so that his/her 
reported cumul ati ve GPA could be compared against the appropriate final 
grade. However, in so doing, it was necessary to ensure each individual 
that his/her responses would remain ano nymous, because should an 
individual feel the instructor of the course would have access to the 
evaluation, he/she may inadvertently, or perhaps intentionally have rated 
the instructor in a different fashion, than if it was believed the 
instructor would not see the evaluations. To ensure each individual's 
anonymity, and stil l obtain his/her na~e, participants were instructed 
to report their names in order that appropriate extra credit could be 
admini stered. Participants were then instructed to tear off the page on 
which their name was reported, and turn it in independently of the 
evaluation form. However, on the back side of each page on which a name 
was reported, there wa s a code number which corresponded exactly to a 
code number on the back side of each individual evaluation form. The 
name page and the evaluation page were later reunited on the basis of 
these code numbers, and in such a way it wa s possible to assess each 
individual's level of commitment to the course by comparing his/her cumu-
lative GPA to his/her fina l gr ade. At the same time, anonymity was 
protected, because the in s tructor had no actual access to the evaluation 
forms, and appropriate extra credit could still be given. Thus, after 
determining each student' s level of commitment, those scores could be 
grouped into appropriate categories, either hi gh commitment with varying 
levels of cost of books information, or with low commitmen t, and varying 
levels of cost of books information, and the author of the study could 
begin to test the predictions. 
To assess the differences in evaluation scores of the instructor 
under different level s of cost of books information, participants in the 
present study were given three separate levels of information pertaining 
to the cost of books. Approximately 33% of the partici pants were told 
that the cos t of boo ks fo r the course was typ i ca l , i n that f i gures 
provided by the co l l ege book sto re indi cated t hat the cost was averaqe 
with the cost of books fo r similar co urs es . Approx i mately 33% were 
told that the cost of t he books for the cou rse was unusual in that the 
cost wa s considerab ly abo ve average, and ap proximately 33% were told that 
the cost of books was unusua l in that the cost was considerably below 
average. Actually, t he author of the study has no idea of the correct-
nes s of these statements as to whether or not the cost was average , abo ve 
average, or below average for the particular courses of concern. Factual 
representation of such information was not important in that , t he present 
study wa s interested in how information pertaining to the cost of books 
affects eva l uations, and not necessari l y with presenting t he pa r ticipants 
an accurate assessment of book store endeavors. The question of importance 
was with perceived cost of books, as opposed to actual cost of books. 
Participants in the study were al so t ol d that the price of te xt books had 
risen over 50% in recent years, a d that the campus Office of Institutional 
Research had predicted a substantial dec line in enrollment in the near 
future. Once again, the correctnes s of such s tatements is uncertain . 
Although such statements may or may not be factu al, the author did not 
verify them. Such information wa s neces sa ry in order that the participants 
accepted the nature of t he study, e.g. students shoul d have more impa ct 
on the nature of their education, as being logi ca l and believable, and 
hence fee l no outside press ure to respond in any expected way . 
In conductin g t he present study, the author was not interes ted in 
the responses of any one indiv i dual, but rather, groups of individuals 
who had some thi ng in common. For this reason , all individual responses 
we re grouped i nt o categories i n which commo n aspects pertinent to an 
individual were also found in the other individual s i n the group. One 
gro up consis ted of individuals with a high commitment to the course, who 
rece ived information stating that the cost of boo ks was average. Another 
group cons isted of individuals with a high com~itment, who received 
information stating that the cost of books was considerably above average. 
A s i milar group rece ived in fo rmation stating the cost of books was con-
siderably below average. Likewi se for the groups in which the commitment 
to the cou rse was cons idered to be low. One group of individuals , con-
s idered to have l ow commitment to the co urse , received information that 
the cost of books was average, another group that the cost of books was 
considerably above average, and a final group of low commitment individuals 
in which the information stated that the cost of books was consi derably 
below average. By placing indiv i dual s into such groups, individual scores 
would not have to be considered, but rather an overa ll mean of each group 
was used for compari son purposes. He nce, there were no right or wrong 
answers and no single score f om any one parti cipant was treated inde-
pendently from a group, to which confidentiality of individual evaluation 
scores was assured. 
At this point, the res ults of the study have not been completely 
tabulated, and therefore are not available at this time. Anyone interested 
in rece iving the results may do so at a later date by contacting the author, 
Jerry Streme l, through the psychology department at Fort Hays State 
Univers ity. 
The author wi shes to express his sincere appreciation for your 
cooperation in participating in thi s study. 
